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The purpose of this project was to develop and try out
five communicative activities for Japanese students with
intermediate English proficiency in ESL class settings to
promote their English proficiency.

After reviewing the

literature concerning communicative language teaching, the
author describes the development, ·pilot-testing and feedback
of the communicative activities.

Finally, suggestions

concerning the tested activities are given.
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CHAPTER

1

Focus of the Project
Background

of

English Language

Teaching

in

Japan

Japanese students begin to learn English as a foreign
language in the 7th grade of public and most private junior
high schools.

They are taught English three or four hours a

week for three years during junior high school and for
another three years during senior high school.

Even though

senior high school education is not compulsory in Japan,
94.3% of Japanese students as of 1987 enter either a public
or private senior high school (Jyoho · Chishiki Imidas 1989,
1988).

So most Japanese students have studied English for a

total of at least six years in both junior and
senior high schools.

Furthermore, according to the multi-

information dictionary, Jyoho · Chishiki Imidas 1989, 36.1%
of them went to college and took English classes as a part of
the general education program.
Even though many Japanese people have studied English
for more than six years, it is often said that most have a
hard time communicating in English.

It is not unusual that

when a Japanese is asked directions by an English-speaking
person, the Japanese person walks away, waving a hand in
front of his or her face to indicate, "I do not understand
what you said."
Why is communicating in English difficult for Japanese
people?

Are they afraid of speaking English?
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Perhaps it is
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because they are not used to speaking with English-speaking
people (Tanabe, 1978, cited in Berns, 1990).

In other words,

they are. not accustomed to hearing authentic English sounds.
The Japanese language does not have /r/ and /th/ sounds so
that Japanese people often confuse /r/ and /1/, and /th/ and
/s/.

That is one reason why it is often hard for many

Japanese to understand what a native English speaker says.
In addition, since English is taught in almost all junior and
senior high schools primarily as preparation for the college
entrance examinations of prestigious universities where it is
a required subject, grammar, vocabulary, translation and
reading comprehension are emphasized more than listening and
speaking.
Oral practice is included in the first and the second
year of junior high school, but not intensively.

Students

usually just read a dialog or a reading passage in pairs or
as part of the whole class, and repeat after a teacher or a
recorded tape of a native English speaker.
living English.

This is not real

Oral practice is even less prevalent in the

upper grades, because teachers pay more and more attention to
the college entrance examination.

As a consequence, school-

level instruction does not emphasize the function of English
as a tool for international communication; in fact, Japanese
teachers of English instruct mostly in Japanese, using the
Grammar-Translation (G-T) Method with some non-intensive oral
practice, which was mentioned earlier.
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The G-T Method primarily focuses on reading, writing and
grammar analysis rather than on listening and speaking.

The

main purpose of this method is to help students read and
appreciate literature in the target language.

This method

was first used to teach the classical languages, Latin and
Greek.

Instruction in English is teacher-centered.

A

teacher presents and explains grammar rules step by step and
has students do many exercises in order to learn the rules.
Since students are expected to master grammar and translate
between the native language and the target language, testing
focuses on the details of grammatical items and reading
comprehension.

Students, therefore, memorize grammatical

rules and vocabulary.

Problem of

the

Project

The listening and speaking proficiency of most Japanese
students is so low that they can scarcely communicate with
English-speaking people although they have studied English
for several years.

They have worked too much on memorizing

vocabulary and mastering the rules of grammar based on
instruction oriented toward reading and writing.

Giving

students more and more motivation to speak in English as a
basic part of their study of English is essential to
enhancing their communicative competence.

4
Purpose of

the

Project

The purpose of the project was to develop and try out
activities which would let the students use English in
structured and/or informal conversation settings.

Five goals

focusing on language content and skills used in daily life
were set up, so that the students could use expressions that
they learned.

The five goals are as follows:

Students will:
A. Compare and contrast characteristics of some
interesting, relevant cultural topics or events in
Japan with those in the U.S. and practice and have
the opportunity to master vocabulary necessary for
each topic;
B. Using proposals which come from student interest,
develop and use a set of reasons to persuade a group;
C. Identify and discuss cause and effect, and practice
and have the opportunity to master necessary
vocabulary and expressions;
D. In a small group of 4 or 5 persons, create a story
in order to focus on such skills as the following:
1. make decisions for selecting a story topic which
truly interests them through exchanging opinions
and giving reasons
2. describe a sequence of events, using appropriate
chronological expressions
3. use a variety of words to express feelings, ideas
and opinions;
E. Given short relevant, debatable video materials,
describe the context and express opinions.

In accordance with these five goals, the researcher
designed five communicative activities which were based on
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the student's interest and the promotion of oral proficiency-listening and speaking skills--in intermediate-level English
as a Second Language (ESL) classrooms.

Reading and writing

were subordinate to oral skills.
The activities were piloted with 19 Asia University
college students from Japan in Winter Quarter, 1993 at
Central Washington University.

Significance

of

the

Project

Although there are other methods or approaches in
teaching a second or foreign language, Communicative Language
Teaching was chosen for this project.
reasons for this decision.

There are three

First, today in Japan,

communicative competence in English is demanded more than
ever before because of Japanese economic growth,
internationalization of Japanese business, and the increasing
number of Japanese people who travel or study abroad.
Nevertheless, Japanese public school English classes still
utilize the Grammar-Translation Method; that is, few
materials for Communicative Language Teaching are available,
so Japanese students have not been adequately taught English
as a tool for communication.

Therefore, five communicative

activities were created and piloted in order to promote ESL
Japanese ·students' oral language skills.

The Japanese

students who were participants in this project will thus
benefit.

In addition, these activities will be used by the

researcher with her future students.
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The second reason for this project is its relevance for
other teachers of Japanese ESL students.

Since Japanese

students come in great numbers to the United States, teachers
who may not know much about the Japanese language and culture
may find themselves wondering how to teach these students.
The five activities developed here will give them a point of
departure.
And finally, these activities may be used by teachers of
English in Japan who are new to such innovations.

Limitations

of

the

Project

Five communicative activities were developed and piloted
to teach Asia University students who were enrolled in the
Asia University America Program (AUAP) at Central Washington
University (CWU) during the Winter Quarter of 1993.
Therefore, the results of pilot-testing cannot be generalized
to programs other than those which are very similar to the
AUAP at CWU, or intensive ESL programs which serve young
adult Japanese students; the results might be different if
students' interests and English language proficiency are not
similar to the students who were participants in this
project.

Subjects
The subjects were nineteen Asia University students from
Japan who had studied English as a foreign language for at
least six years at junior and senior high schools in Japan.
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Eight were female and eleven were male.

While at Central

Washington University (CWU) they studied English for about
five months in ESL classes in the Asia University America
Program (AUAP).
Class Setting and the Implementation of Activities
The target group received instruction in English in
content-based ESL classes in· the AUAP: American History;
Human and Environment; Functions; Cross Cultural Training;
Physical Education; and a Core language skills class-reading, writing, listening and speaking.
The researcher developed the five activities, using the
the five goals, previously listed and in accordance with the
Functions class syllabus for the Winter Quarter of 1993 (see
Chapter 3).

The Functions class was conducted for four SO-

minute periods each week.

The activities were implemented

five times in the Functions class.

The researcher's

communicative activities were conducted for 30 to 50 minutes
in each of the five pilot periods.
Technique Used in Communicative Activities
Since the five activities were designed for the
promotion of oral language skills through one-on-one
communication, reading and writing were reduced as much as
possible.

Modeling was sometimes used to show students how

to participate or perform in an activity.

8
Definition

of

Terms

Communicative Competence:
The ability to speak competently includes not only
memorizing the grammatical rules of a language but also
knowing what to say to whom, in what circumstances, and how
to say it (Scarcella, Andersen and Krashen, 1990).
The Grammar-Translation /G-Tl Method:
In this method, written language is viewed as superior
to spoken language. A fundamental purpose of this method is
to be able to read foreign literature; therefore, vocabulary
and grammar are emphasized, and reading and.writing are the
primary skills that the students study. (Larsen-Freeman,
1986)
Communicative Language Teaching /CLTl:
Language is for communication. This approach is used to
promote students' communicative competence in a target
language through activities that are created considering the
social situations and real life events of the students.
Language learners use the target language through
communicating with each other, and learn not only what to say
but how to say it within the social context. Since being
understood is crucial, students' errors are considered to be
part of the process of learning. (Larsen-Freeman, 1986)
The Situational Language Teaching /SLT) Method:
Language is viewed as structure which is at the heart of
speaking ability. The structure of a target language is
taught systematically in teacher-made situational dialogues
in which the vocabulary is limited. Since learners mainly
repeat sentence patterns orally until they produce them
automatically, they are not allowed to choose other
expressions. Accuracy is crucial in both pronunciation and
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grammar, and errors are to be avoided at all cost (Richards
and Rodgers, 1986).
Functions Class:
A Functions Class in an ESL program focuses on various
functions of English as tools for communication, such as
persuading, promising, arguing, or asking advice, which
people use in daily life. In this class, ESL students learn
how and what to say appropriately in a given social context.
Modeling:
The teacher should be a model of the target language;
that is, his/her English should be ideal linguistically and
phonologically for the students in the course of language
instruction (Berns, 1990). Furthermore, the teacher often
demonstrates or models how to do when instructing activities.
Pattern Practice:
A drill which practises some aspect of grammar or
sentence formation. According to Longman Dictionary of
Applied Linguistics (Richards and Weber, eds., 1985, pp. 8788), there are usually two parts to a drill.
1) The teacher provides a word or sentence as a stimulus
(the cue).
2) Students make various responses based on
repetition, substitution, or transformation. For
example:
teacher's cue

student

·Substitution
drill

We bought a book.
pencil

·Repetition
drill

We bought a book.
We bought a book.
We bought a pencil. We bought a pencil.

·Transformation I bought a book.
drill

We bought a pencil.

Did you buy a book?
What did you buy?
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Second Language Proficiency Levels:
The American Council on the Teaching of Foreign Language
(ACTFL) Provisional Proficiency Guidelines (1982, cited in
Freed, 1983) defined a 9 level-scale which progresses from
Novice-Low to Advanced. The Japanese students in this
project, though not officially tested, according to ACTFL
standards, were placed in groups which seem to correspond to
the ACTFL levels. The students I taught were at the
Intermediate-Mid level defined as follows:
·Speaking:
Able to satisfy some survival needs and some
limited social demands. Is able to formulate some
questions when asked to do so. Vocabulary permits
discussion of topics beyond basic survival needs such as
personal history and leisure time activities. Some
evidence of grammatical accuracy in basic constructions,
for example, subject-verb agreement, noun-adjective
agreement, some notion of inflection. (p. 193)
·Listening:
Sufficient comprehension to understand simple
conversations about some survival needs and some limited
social conversations. Vocabulary permits understanding
of topics beyond basic survival needs such as personal
history and leisure time activities. Evidence of
understanding basic constructions, for example, subjectverb agreement, noun-adjective agreement; evidence that
some inflection is understood. (p. 195)
·Reading:
Sufficient comprehension to understand in printed
form simple discourse for informative or social
purposes. In response to perceived needs can read for
information material such as announcements of public
events, popular advertising, notes containing
biographical information or narration of events, and
straightforward newspaper headlines and story titles.
Can guess at unfamiliar vocabulary if highly
contextualized. Relies primarily on adverbs as time
indicators. Has some difficulty with the cohesive
factors in discourse, such as matching pronouns with
referents. May have to read material several times
before understanding. (p. 197)
·Writing:
Sufficient control of writing system to meet some
survival needs and some limited social demands. Able to
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compose short paragraphs or take simple notes on very
familiar topics grounded in personal experience. Can
discuss likes and dislikes, daily routine, everyday
events, and the like. Can express past time, using
content words and time expressions, or with sporadically
accurate verbs. Evidence of good control of basic
constructions and inflections such as subject-verb
agreement, noun-adjective agreement, and straightforward
syntactic constructions in present or future time,
though errors occasionally occur. May make frequent
errors, however, when venturing beyond current level of
linguistic competence. When resorting to a dictionary,
often is unable to identify appropriate vocabulary, or
uses dictionary entry in uninflected form. (p. 199)
Inflections:
The process of adding an affix--letter, or sound, or
group of letters or sounds--to a word or changing it in some
other way according to the rules of the grammar of a language
(Richards, Platt, and Weber. 1985). "Nouns have two
inflectional suffixes (-s plural and -'s possessive); verbs
have four (-s, -ing, -ed, and -en); adjectives and some
adverbs have two (-er and -est) (Kolln, 1990, p. 402)."

CHAPTER

2

Review of Selected Literature
Background

of

Communicative

Language

Teaching

Corrununicative Language Teaching (CLT) originated in
England in the late 1960s (Richards and Rodgers, 1986), based
upon a theory of language learning for the primary purpose of
corrununication.

Until then, Situational Language Teacping

(SLT), in which language was viewed as structures, was the
major approach to teaching English as a foreign language.

In

this approach, language was taught by practicing basic
structures, mainly in the form of dialogs in teacher or
publisher-created situations which sometimes reflected a
social context.

However, this approach was not very

effective in improving a language learner's corrununicative
competence because vocabulary in.situational dialogs was
limited, and corrununication beyond the dialog was seldom
involved.

As Richards and Rodgers (1986) point out, in SLT,

structures were always taught within sentences, and
vocabulary was chosen from given items in a text.

For

example, Frisby (1957, quoted in Richards and Rodgers, 198~,
p. 37) gave the following example as the typical structural
syllabus:
Vocabulary
Sentence pattern
This is ...
book, pencil, ruler
That is •••
desk
2nd lesson These are •••
chair, picture,
Those are •••
door, window,
3rd lesson Is this ••• ? Yes, it is. watch, box, pen,
Is that ••• ? Yes, it is. blackboard

1st lesson
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This approach did not allow learners to talk freely.
They just practiced, using sentence patterns such as
statement, question, request or command.

Larsen-Freeman

(1986) states the primary disadvantage of the SLT approach:
"students may know the rules of language usage, but will be
unable to use the language (p. 123)."
There is another disadvantage in the SLT approach.

Noam

Chomsky, a linguist, claims in his book Syntactic Structures
(1957, cited in Richard and Rodgers, 1986, p. 64) that "the
fundamental characteristic of language" is "the creativity
and uniqueness of individual sentences."

That is, sentences

are not learned merely by imitation and repetition, but
produced or generated from the learner's communicative
competence.

Applied linguists in Britain who were interested

in language teaching, therefore, started to focus on
communicative proficiency rather than on mastery of
structures.

The SLT approach consequently became less and

less prominent.

The Principles of
communicative

Language

Teaching

The goal of CLT is to expand communicative competence of
a language learner by learning to communicate by
communicating (Larsen-Freeman, 1986).
To enhance communicative competence, Larsen-Freeman
(1986) and Berns (1990) state that learners need knowledge of
the linguistic forms, meanings, and functions.

Language is
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used in different ways to accomplish some functions, such as
arguing, persuading, or promising.

There are many different

language forms to perform a given function and a single form
often can be used in a variety of functions.

That is,

learners must be able to choose the most appropriate forms or
expressions in accordance with a given social context and
situations from among many choices that can be used.

Larsen-

Freeman (1986) reports the following example:
A speaker can seek permission using "may" ( "May
I have a piece of fruit?"); however, if the speaker
perceives his listener as being more of a social
equal or the situation as being informal, he would
more likely use "can" to seek permission ("Can I
have a piece of fruit?"). (pp. 133-134)
Teacher

roles

According to Richards and Rodgers (1986), the teacher
who utilizes CLT has two main roles.

The first role is to

facilitate the communication process between learners.

The

teacher should create an atmosphere that is free from anxiety
when learners produce spoken English.
The second role is to manage classroom activities.

In

this role, the teacher establishes situations likely to
promote communication and to involve negotiation of
information and information sharing.

To do so, "authentic

language"--language as it is used in a real context--should
be introduced.

Larsen-Freeman (1986) states that the teacher

acts as an advisor, answering students' questions and
monitoring their performance during the activities.

The
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teacher also often acts as "co-communicator", participating
in the communicative activity along with the students.

At

other times the teacher should be a good model of a speaker
of the target language.
Learner

roles

Language learners are communicators and negotiators
(Richards and Rodgers, 1986; Larsen-Freeman, 1986).

The CLT

approach is dominantly student-centered in the learning
process, so learners are expected to interact primarily with
each other rather than with the teacher.

They also are

actively engaged in negotiating meaning.

They try to make

themselves understood during activities even when their
target language is not complete.

Therefore, correction of

errors is not at the center of learning the target language
in this approach.
Types

of

learning

and

teaching

activities

The major communicative activities in CLT are games,
role-play, and problem-solving tasks that involve negotiation
of information and information sharing (Larsen-Freeman,
1986).
According to Littlewood (1981, cited in Richards and
Rodgers, 1986, p. 76), there are two major activity types:
Functional communication activities;
- comparing sets of pictures and noting similarities
and differences
working out a likely sequence of events in a set of
pictures
discovering missing features in a map or picture
one learner communicating behind a screen to another
learner and giving instructions on how to draw a
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picture or shape, or how to complete a map
- following directions
- solving problems from shared clues
Social interaction activities:
- conversation and discussion sessions
- dialogues and role plays
- simulations
improvisations
debates.
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Background

of

English

Education

in

Japan

The classical Grammar-Translation (G-T) method, which
has been used predominantly in learning English in Japan, was
first used when Japanese scholars studied Chinese in the
fourth century (Henrichsen, 1989).

The method for classical

Chinese learning was called yakudoku, which means the G-T
method in Japanese.

The Japanese scholars translated word-

by-word, without regard for oral proficiency developed
because being able to converse in the language was not
necessary (Ishiwata, 1990).
In 1543, the Japanese came into contact with portuguese
sailors when a Portuguese ship drifted to Japan (Henrichsen,
1989).

Portuguese was the first western language introduced

to the Japanese; the Dutch language followed soon thereafter.
At that time Japanese scholars and physicians learned only
Portuguese or Dutch.

Since there were few native speakers of

Portuguese and Dutch, Japanese language learners studied only
grammar and vocabulary due to the goal of translating
information into Japanese.
Beginning in 1639 the Japanese government did not allow
contact with any other nations.
period."

This began the "seclusion

It was not until 1858 that the Japanese came into

contact with Western countries again.

For more than two

hundred years the Japanese had closed the door to other
nations except for China and Holland, which were allowed
limited contact and only within a small city located in the
south of Japan (Reischauer, 1946).

As a result, no foreign
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languages other than Portuguese and Dutch were studied by the
Japanese.
In 1853 Commodore Perry of the United States arrived in
Japan and forced Japan to end its self-imposed isolation.

He

brought a letter from the President of the United States
which required the inauguration of trade relations
(Reischauer, 1946).
of seclusion.

As a result·, Japan terminated the policy

When the period of seclusion ended, the

Japanese intelligentsia and merchants felt the urgent
necessity to learn English (Kitao, 1985).
First

English

Study

Boom

In 1867, the new era of Meiji in Japan, English was
Japan's most widely studied foreign langua~e.

Furthermore,

with the help of the Meiji Restoration, which stressed the
importance of studying foreign culture, the quality of the
English language learning environment dramatically improved.
The period between 1870 and 1890 was an ideal environment for
students to learn English in Japan's history.

English was

taught largely by American missionaries and almost all
subjects were instructed in English in higher schools (Kitao,
1985).

English was established firmly as a second language.

Rising

of Nationalism and

Yakudoku

Approach

The boom of English study did not last long because a
national consciousness that demanded the preservation of
Japanese tradition and culture was rising.

At Doshisha, a

prestigious school in Japan at that time, English and
American culture were completely adopted; there was no recess
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for national holidays, nor recognition of the Japanese flag.
Ryle (1969), quoted in Ishiwata (1990), referred to this
situation between 1870 and 1890 as the time when the faculty
of Doshisha were accused of forgetting Japanese culture.
According to Ota (1981, cited in Ishiwata, 1990), in order to
strengthen national identity, the Japanese government
implem~nted several specific policies that limited English
education.

These policies included laying off foreign

professors, closing down many English language schools and
using the Japanese language as the medium of instruction in
any course.
According to Kimizuka (1977, cited in Ishiwata, 1990),
since the Japanese were still aware of the necessity to keep
up with the Western countries, the Ministry of Education
strengthened the study of English in middle schools, and
English was placed in a rigid curriculum in 1902.

English

was one of the five important subjects included in the
entrance examinations for higher schools.

Kimizuka (cited in

Ishiwata, 1990, p. 8) also wrote that "the examination for
English required 'translation from English into Japanese' and
'analysis of English sentences according to the grammatical
rules' as its main part. The oral aspect of English was no
doubt ignored."

That is, as Henrichsen (1989) remarked

"English became a means of sorting students rather than a
path to communication (p. 121)."
This resulted in the return to the traditional yakudoku
approach, or the G-T method, which was used for reading
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classic Chinese.

This was the beginning of the general

failure of Japanese students to learn to speak English
(Ishiwata, 1990).

There was an episode that showed the

Japanese lack of speaking ability in English: a Japanese
government official, Mr. Kanda, was embarrassed when he
attended the Washington Naval Conference in 1921, and he
said, "We make a poor showing at international conferences
when compared with the Chinese (Henrichsen, 1989, p. 122)."
Oral

Approach

in

Teaching English

Concerned about Japanese students' generally low oral
proficiency of English, some prominent Japanese took action.
Dr. Masataro Sawayanagi, president of the Imperial Education
Association, was sent to Europe by the Japanese Ministry of
Education in 1920, and visited London (Henrichsen, 1989).

He

was impressed with the courses of the Oral Method given by
Harold E. Palmer who was an expert in phonetics--the study of
the sounds of speech--and language teaching methods at London
University.
In Oral Methods, "speech was regarded as the basis of
language, and structure was viewed as being at the heart of
speaking ability (Richards and Rodgers, 1986, p. 35)," and
the repetition of oral practice of structures was the main
part of the classroom activity.

As in Situational Language

Teaching (SLT), accuracy in both pronunciation and grammar,
and fluency in speech were considered crucial.
After Dr. Sawayanagi's visit, Palmer was invited to
Japan as a linguistic advisor in 1922.

He introduced Oral
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Methods and gave lectures on them throughout Japan with the
intention of reforming Japanese English language teaching
until 1936 when he returned to London (Aiga, 1990).
However,

Henrichsen (1989) said that despite of

Palmer's efforts, his attempt to infuse Oral English into
English classes of Japanese schools was generally
unsuccessful.

Palmer's oral method or his books about it

were not always welcomed by most Japanese secondary school
teachers, since his oral method did not always suit the
established patterns of relationships in Japanese classrooms
(Henrichsen, 1989).

The other factor contributing to the

failure was Palmer's connection with the Ministry of
Education, which controlled the curriculum in the public
schools; it was not strong.

Japanese officials did not know

quite what to do with Palmer because they were afraid of
departing from the traditional G-T Method.
Rising Militarism and World War I I

Japanese militarism and nationalism became strong in the
1930s and the relationships between Japan and the U.S. were
getting worse and worse, according to Henrichsen (1989).
Then, with the outbreak of World War II (1941-1945), even the
study of English was regarded as a sign of disloyalty to the
country.

This discouraged Japanese students from studying

English.

In fact, the teaching of English in schools nearly

vanished until 1944 (Henrichsen, 1989).
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English Education

After World War

II

The American Armed Forces occupation of Japan (19451952) after World War II brought some significant educational
as well as economic changes to Japan.

With regard to

educational reforms, educational opportunity and desire to
learn English were expanded by the new constitution passed by
the Diet in 1946, and The Fundamental Law of Education and
The School Education Law passed in the following year
(Henrichsen, 1989).

Compulsory education, for instance, was

extended to nine years from six years, coeducation was
promoted at all levels of the school system, and the teaching
of English started again.

Therefore, the number of students

who took English classes rapidly increased.

This was the

second "Americanization," which took place rather rapidly
during the Meiji Restoration.
Between 1950 and 1980, several English language teaching
methodologies, such as the Oral Approach, the Communicative
Approach, and the Natural Approach, which later had great
influence on Japanese English education, came into Japan.
However, these innovative approaches were not applicable to
Japanese English classes at that time.
According to Aiga (1990), the Oral Approach came up
again in 1956 because of Charles Fries, a professor of
University of Michigan.

He stressed that language learning

was facilitated through "mimicry-memorization of the
teacher's prompt, repetition of pattern practice (Aiga, 1990,
p. 142)," and encouraged fluency and accuracy of
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pronunciation and grammar in spoken language.

This Oral

Approach became widely known in Japan in the late 1950s.

But

unfortunately, like the audiolingual method, with which the
Oral Approach was associated, mechanical drills, such as
substitution drills and pattern practices were the main part
of the classroom activity.
The idea of the Communicative Approach, in which the
language learning was promoted through having students
converse with one another in the target language, was first
introduced by

w.

Rivers in 1968.

In addition,

s. D. Krashen

and T. Terrell's book, called "The Natural Approach" (1983)
was translated into Japanese (Aiga, 1990).

The Natural

Approach was an example of a communicative approach, and
Krashen and Terrell stated that the language learning could
take place in the "natural" way, paralleling first language
development in children (Richards and Rodgers, 1986).
However, these new ideas did not catch on in Japan at that
time.
Aiga (1990) points out four reasons that the mechanical
parts of drills and grammar translation have dominated
English classroom activities in Japan.

The biggest reason is

that English is merely a school subject necessary for passing
an entrance examination for senior high schools and/or almost
all colleges.

"Communicative strategies of listening and

speaking are far less needed than writing and reading skills,
which are necessary to answer the test questions." (Aiga,
1990, p. 143)

The other three reasons lay inside the
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classroom.

First, well-controlled oral practice--such as

repetition drill and substitution drill--with loud and choral
response by students-gave teachers control in a lesson.
Second, since the theory that learning was gained through
repeated rote memorization prevailed in Japan, students'
fatigue and boredom unfortunately were not taken into
consideration.

Third, grammar translation and mechanical

drills were the least difficult to manage for teachers with
large classes of 30 to 40 students.
Furthermore, because the Ministry of Education in Japan
controls the curriculum in the public schools, it is
difficult to change teaching methods unless the change is
approved and supported by the Ministry.

These reasons

together are why the yakudoku approach--the GrammarTranslation Method--with oral repetition of pattern practice
has been used widely as the method of second or foreign
language teaching.
Today in Japan, however, communicative competence in
English is more demanded than ever before in accordance with
Japanese economic growth, internationalization of Japanese
business, the increase of the number of Japanese people who
travel or study abroad, and the like (Aiga, 1990).

More and

more Japanese people are eager to gain not only linguistic
knowledge but communicative skills.

Therefore, private

language institutions, which employ native speakers of
English and teach Japanese people English as a means of
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international corrununication, have increased rapidly,
especially in the big cities.
The Japanese government finally took action to respond
to people's demands for learning practical English.

The

Japan Exchange and Teaching (JET) program was started in 1987
in cooperation with the Ministry of Education, the Ministry
of Foreign Affairs, and the Ministry of Home Affairs (Aiga,
1990).

Through the JET program, a number of native-English

speakers have came to Japan as assistant English teachers
(AETs) in junior and senior high schools.

As Aiga (1990)

also notes, Japanese students now have chances to use English
in more realistic, corrununicative situations inside and
outside of their classrooms.

The JET program is thus a good

opportunity for Japanese teachers of English since they can
teach English with AETs, and so provide live English.

The

five corrununicative activities developed in this project can
be used by ESL Japanese students with AETs.

CHAPTER 3
Procedures of the Project

The five conununicative activities were constructed and
performed in the Functions class, one of the several classes
which the Asia University America Program (AUAP) provided at
Central Washington University (CWU) in Winter Quarter, 1993.
The subjects of this project were nineteen Japanese
college students--eight females and eleven males~-who were at
the intermediate level of English proficiency.

The Functions

class was scheduled for four SO-minute periods each week.
The researcher first created the five goals for the
activities, based on language used in daily life for the
Japanese students, in order to promote their conununicative
proficiencies through structured and/or informal conversation
in English.
Then, the researcher adapted the five goals to the
themes of the Functions class, which were a part of the
Functions class syllabus.

The themes were as follows:

I. Family/Male-Female Relationships
II. Job and Professions
III. Recreation
The researcher then related the topics of the
conununicative activities to the students' interests and
language needs of daily life.
were as follows:
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The project goals and topics
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I.

Family/Male-Female
Goal 1:

Relationships

Compare and contrast characteristics of some
interesting, relevant cultural topics or events in
Japan with those in the U.S. and practice and have
the opportunity to master vocabulary necessary for
each topic.
Activity A topic:
Male/female roles in America and Japan
II.

Job and Professions
Goal 2:

Using proposals which come from student interest,
develop and use a set of reasons to persuade a
group.
Activity B topic:
Career decision-making
Goals 3:
Identify and discuss cause and effect, and
practice and have the opportunity to master
necessary vocabulary and expressions.
Activity C topic:
Job stress
III. Recreation
Goal 4:

In a small group of 4 or 5 persons, create a story
in order to focus on such skills as the following:
1. make decisions for selecting a story topic
which truly interests them through exchanging
opinions and giving reasons
2. describe a sequence of events, using
appropriate chronological expressions
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3. us~ a variety of words to express feelings,
ideas and opinions
Activity D topic:
Story creation
Goal 5:
Given short relevant, debatable video materials,
describe the context and express opinions.
Activity E topic:
Violent and nonviolent cartoons.
Each activity was piloted once a week; each activity
took between 30 to 50 minutes.
The activities were characterized as follows:
· The teacher is a model and a facilitator.

The topics

of the activities motivate students to speak up and
promote conununication.
· The teacher aids students to come up with proper words
or expressions for their context during interaction.
· The granunatical and phonological aspects do not have
priority over their functional aspects.
· Reading and writing are not primarily focused in these
activities because of the purpose of oral language
promotion.

The basic steps of the procedure of the lesson were as
follows:
1. Teacher introduced a topic, vocabulary and useful
expressions which could.be used in context to be
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learned.

Instructor and aide, if available, modeled and

performed for the students to show how the students
would do given activities.
2. Students involved themselves and interacted with each
other in communicative activities related to the topic.
Teacher encouraged them to expand their discussion and
interaction by asking questions, and providing
appropriate words and/or expressions and any necessary
explanation of grammatical or phonological rules,
individually or for the whole class.
3. As a conclusion, teacher assessed students'
performance through asking comprehensive questions,
and/or giving comments and summary after the students
shared their opinions or stories with each other.
The lesson plan for each activity is described in detail
in Appendix A.

CHAPTER 4

Results of the Project

After each communicative activity was performed, its
effectiveness was informally assessed by the students, using
the evaluation sheet made by the researcher. (See Appendix B)
The evaluation consisted of four multiple-choice questions
and one short answer question.

Each multiple-choice question

had a five-point scale (1 to 5): 5 referred to excellent; 4,
very useful; 3, fair; 2, not useful; and 1, poor.

The items

in the multiple-choice questions dealt with the quality of
the researcher's instructions and explanations, the
usefulness of the materials used in the class, the assessment
of the researcher's effort in the class and her preparation
for the activities.

The written question asked the students

to give their ideas about whether the activity was useful or
not in promoting their oral language skills. (Although some
grammar errors were included on the questionnaire, they were
not problematic for students' understanding of the
questionnaire's purpose.)
The researcher also was informally given some written
comments by an ESL teacher who observed the researcher's five
"try-out" activities (Epstein, J., 1993).

In addition, a

final, comprehensive evaluation for all five activities was
done by the students at the end of the last lesson. (See
Appendix B)
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The average percentage of the collected evaluation
sheets was 50.8%.

This response rate was probably due to the

fact that filling out the questionnaires was optional.

Also,

since the evaluation sheet was given to the students after
the class and was collected in the following class, many did
not take the time outside of class to respond.

Although the

interpretation of the results of the lessons is limited
because of this response rate, the feedback that was received
helped this researcher to reflect on the activities
developed.
The assessment of the students' success in the
communication situations was established by comparing their
performance to the stated objectives of the activities.

The

researcher also informally observed the oral performance of
individual students during the class.
The results of the five communicative activities based
on the collected evaluations, the comments by the ESL
teacher, and feedback that was received will be described
next.

Weaknesses and strengths for each activity then will

be discussed, and some suggestions that would improve the
activities for promotion of students' oral proficiency will
also be given.
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Activity A topic: Male/female roles in America and

Japan

(50 minutes)

The first activity compared and contrasted the roles of
American and Japanese families.

The procedure in this

activity was as follows:
1. The students, individually or in pairs, filled out a
chart with approximated percentages of home
responsibilities of Japanese families, and compared this
chart with that of American families, which was
extracted from a text book (Abraham and Mackey, 1989, p.
177) (see Appendix A).
2. Then the researcher elicited the differences and the
similarities related to the roles of Japanese and
American families from the students by asking some
questions.
3. In the second activity, the students were placed in
groups of four people each, and the researcher explained
the jigsaw-reading-type activity. The material was a
four-paragraph reading passage about the life style of a
married American couple. The reading passage was
already divided into four paragraphs.
4. Each student of the four in a group was assigned one
of the four paragraphs to read individually. The
students then gave a summary of his/her own paragraph to
the other three students, and talked about comprehension
questions given by the researcher.
Eleven people out of 19 (57.9%) completed the evaluation
sheet.
results.

The following numbers are the percentages of the
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5
Questions I'.'.
The researcher's effort
in this class ••••••• 27

4

3

2

1 (Scales}

28

45

0

0

The researcher's
instruction was
understandable •••.•. 55

18

27

0

0

The researcher's
preparation ••••••••• 46

54

0

0

0

55

36

0

0

The material used
in class . ...........

9

According to the ESL teacher, the researcher implemented
a nice balance of individual, group and whole-class
activities.

Moreover, this teacher said that each activity

was a logical extension of the preceding one, and that the
researcher also elicited responses and handled questions from
the students nicely, and gave encouraging feedback.
He also pointed out, however, that the materials were
constraining; they didn't allow the students to talk freely
enough about the topic.

With respect to this, some students

wrote on the evaluation sheet that the topic of this activity
was interesting, but the materials, the charts, used in the
class and activity itself did not adequately interest them
because they already knew the differences of the roles
between Japanese and American families to some extent.
Considering this drawback, the researcher should have
chosen materials more carefully and have created activities
which allow students to speak more freely--to tap deeply
enough into their own background knowledge and to discuss the
topic more meaningfully.

Also, the researcher should have
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arranged the time more carefully; that is, th~ researcher had
planned to do vocabulary exercises at the end of the lesson,
but she could not because of the lack of time--the activity
took much more time than she expected.
The second activity dealt with preparing an oral summary
with a small group of four people.
actively in this activity.

The students interacted

Regarding this activity, the ESL

teacher commented that this reading passage offered new
vocabulary to be learned, and the activity itself was good
practice in making an oral summary.
As a future lesson, the following activity could be used
for this topic.

In a small group students would first talk

about the differences and the similarities between the roles
of Japanese and American families based on some categories
such as laundry, planning meals and shopping for food,
disciplining children, and managing children's activities.
Then for about 10 to 15 minutes, they would discuss some
reasons concerning the role differences, and they would share
their opinions with the class.

If the students followed this

sequence, they would be more likely to consider the cultural
differences between Japan and the U.S., and talk freely and
deeply from their own background knowledge.

Activity B topic: Career decision-making

(40 minutes)

The activity of this topic, career decision-making, was
created for the purpose of having each student make an
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informal persuasive speech in a small group.

The topic

followed the week's theme, job and professions.

The

procedure in this activity was as follows:
1. The researcher introduced the concept of
"persuasion," by giving an example of a persuasive
situation to let the students figure out the meaning.
2. The researcher then explained the role-play career
decision-making activity; the students formed
groups of three--two played the roles of parents and one
played the role of son/daughter; the student playing the
son/daughter role tried to persuade his/her parents who
were against a career which he/she wanted to have in the
future.
3. The researcher presented some useful expressions for
persuasion on the blackboard. (See Appendix A)
4. Before interaction, the "parent-role" students wrote
down on a hand-out some disadvantages of the career
which a "son/daughter-role" student wanted to have in
the future, and the "son/daughter-role" student wrote
reasons why he/she wanted to have a certain career.
Students switched roles about every 5 minutes. During
their discussion, the researcher walked around the
groups, helping with needs such as vocabulary,
expression, and pronunciation.

Eight people out of 19 (42.1%) completed the evaluation
sheet.
results.

The followi.ng numbers are the percentages of the
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Questions/

5

4

3

2

1 (Scales}

The researcher's effort
in this class ....... 13

87

0

0

0

The researcher's
instruction was
understandable •••••• 37

63

0

0

0

The researcher's
preparation ••••••••• 75

25

0

0

0

The material used
in class ••••.••••••• 37

50

13

0

0

This activity generated a lot of English conversation,
which was a primary goal of these communicative activities.
The students interacted actively and comfortably, and the
researcher often heard many students use the useful
expressions for persuasion presented by the researcher
earlier in the class.

Some students said on the evaluation

sheet that they had been concerned about their future jobs,
and they often had thought and talked with their peers.

As

the above percentage indicated, this activity was very useful
and interesting for them.
The ESL teacher commented positively about the deductive
approach, which the researcher utilized_when introducing the
concept of "persuasion."

That is, the researcher told the

students a common conversation between a cosmetic saleswoman
and a customer; the cosmetic saleswoman tried to persuade the
customer to buy cosmetic items by telling her only good
things about her and the cosmetic items.

37
Two drawbacks were apparent in this activity.

One was,

as the ESL teacher also pointed out, that time spent on
explaining and setting up the activity was too long.
about 10 minutes to explain the activity.

It took

Instead of

explaining, the researcher and the ESL teacher should have
modeled this activity for the students.

A role-play is a

good model since the students can learn live English by
watching and listening to the discourse between two people.
The writing tasks were also a drawback of this activity.
The researcher handed each student two hand-outs (see
Appendix A).

one was created for preparing the persuasion

for a son/daughter-role student, and the other one for a
parent-role student in the same context.

The other sheet

also included a "peer evaluation form," which listeners
filled out to evaluate the peer's persuasion.

Those writing

tasks were a little confusing, according to the ESL teacher,
and those writing tasks were of little meaning in this
particular activity which focused on oral language
proficiency; the researcher had not anticipated either
problem.
Time spent on writing tasks could have been used for the
following two tasks: 1) to ask groups to share with the class
some of the content of their discussion so as to remind
students about the "persuasion" focus of the speaking task-not simply idle conversation; 2) to deal as a class with
vocabulary, pronunciation, or grammar problems that came up
in group discussion.
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Activity C topic: Job stress

( 25 minutes)

The activity of this topic, job stress, was designed for
the purpose of identification and discussion of possible
causes and symptoms of the job stress.

Prompts for the

discussion were photographs of two white-collar and two bluecollar workers.

The procedure in this activity was as

follows:
1. The researcher started asking a question about when
the students each felt they were "stressed out." Some
students answered voluntarily, based on their own
experiences.

~

2. The researcher and the ESL teacher modeled to show
how students did this activity, conversing with each
other, looking at a hand-out which had a picture of a
stressed white-collar worker. (There were four kinds of
jobs--two blue-collar workers, and two white-collar
workers.) (See Appendix A.)
3. The students discussed possible causes and symptoms
of stress in each particular job in pairs for about 7 to
8 minutes. The researcher circulated from group to
group to help their performance, and/or to ask
questions.
4. Next, the students met with new partners, and formed
groups of four; each had a different job picture. For
the next 10 minutes, the students took turns telling
about causes and symptoms discussed earlier.
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Ten people out of 19 (52.6%) completed the evaluation
sheet.

The following numbers are the percentages of the

results.
Questions/

5

4

3

2

1 (Scales)

The researcher's effort
in this class ••••••• 10

80

10

0

0

The researcher's
instruction was
understandable •••••• 70

20

0

10

0

The researcher's
preparation ••••••••• 70

30

0

0

0

The material used
in class .....••..... 40

50

10

0

0

On the evaluation sheet, one student marked that the
researcher's instructions or explanations of the activity
were not very good.

Although this student did not give any

comment about that on the evaluation sheet, that could mean
it was hard for this student to follow the model discussion
performed by the ESL teacher and the researcher because the
conversation was performed at the normal speed.

But as a

whole, most of the students seemed to understand the
instructions, and they interacted actively in pairs right
from the beginning.

The students also suggested to each

other ways those people could relieve such stress.
Moreover, the students performed well when retelling in
a new group of four people.

They talked actively and asked

about new words in the process.

According to the collected

evaluation sheet, 90% of the students marked the materials as
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"excellent" or "very useful."

Thus, it seems that the

activity was of interest to the students.

Some students

commented on the evaluation sheet that they had a chance to
think about job stress in this activity, and more than half
of the students said that they were concerned about job
stress because it was a serious problem in today's society.
Concerning a drawback, the ESL teacher pointed out that
using one of the pictures from this activity as a model was
not a very good idea.

That is, by using one of the pictures

while modeling, the students who received that picture
already had a set of ideas to begin with--it was not new to
them.

If another picture which was not included in the

materials for the students' interaction had been used as a
model, those students could have performed more creatively.

Activity D topic: Story creation

(45 minutes)

The activity of this topic, story creation, was designed
for the purpose of describing a sequence of events, using
appropriate chronological expressions, and the use of a
variety of words to express feelings, ideas and opinions.
The story-creation topic was performed as part of the class's
current theme, recreation.

The procedure in this activity

was as follows:
1. After a brief introduction of the story creation
activity, the researcher modeled; that is, she showed a
picture and then orally told an imaginary story she had
created for it, using chronological expressions such as
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"at first, next, t{len, after that •.• " (The researcher
used a picture of surfing.) (See Appendix A)
2. The students in pairs selected one photograph of
people doing various sports or recreation which
interested them, and created a story for about 20
minutes. The five kinds of pictures--sailing, hanggliding, sculling, skiing, hiking--were prepared for the
students. (See Appendix A)
3. Then each of the pairs went into a different larger
group and each person retold his/her story. (There were
two big groups.)
Eleven people out of 19 (57.9%) completed the evaluation
sheet.

The following numbers are the percentages of the

results.
Questions/
5
The researcher's effort
in this class ....... 18

4

3

2

1 (Scales\

64

18

0

0

The researcher's
instruction was
understandable •••••• 64

36

0

0

0

The researcher's
preparation •••••.••• 55

45

0

0

0

The material used
in class ......•..... 45

10

45

0

0

Some students commented on the evaluation sheet that
this story-telling activity was good for improvement of
speaking skills.

The students found the activity engaging;

they spoke much English, asked for new vocabulary and were
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very animated.

Telling a story as a model by the researcher

was helpful for the students to grasp what the activity was
like.

At this time, the researcher used a picture (of

surfing) which was not used for the students' materials.
The sports in the photos were familiar to the students.
When the researcher was selecting materials, she tried to
choose pictures showing both male and female athletes in
order not to negatively affect the motivation of the students
for learning, especially the women's motivation.

The

researcher observed that the students seemed to be
comfortable performing the activity.
The ESL teacher evaluated the researcher's materials; he
commented that mounting photos copied from magazines on
colored paper made them easy for the students to handle.
There were two things the ESL teacher suggested that the
researcher could have done to improve this lesson.

First, if

the researcher had introduced and put on the blackboard
chronological expressions, such as "At first, then, next,
after that •• ," in the manner of story telling, the students
would have been encouraged to use those words more
appropriately, and that might have made the flow of their
stories more smooth.

Furthermore, the researcher might have

focused more on language use by taking notes of what she
heard in pairs, and later discussing a few points, such as
the correct use of verb tense or proper expressions.
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Activity E topic: Violent and nonviolent cartoons

(50 minutes)
For the purpose of "to describe contexts and express
opinions after watching short relevant, debatable video
materials," the activity which dealt with violent and
nonviolent cartoons was created.

Its main theme was whether

violent cartoons were good for children or not.

One cartoon

was called "Barney Bear;" it was a voiceless and violent
cartoon.

Barney Bear tried many different ways to kill a

little duck to eat it.

The other was called "Little Koala,"

a voiced and nonviolent cartoon.
from television by the researcher.

Both of them were taped
The procedure in this

activity was as follows:
1. As an introduction, the researcher asked the class
what cartoons they watched as children.
2. The researcher showed the first cartoon, "Barney
Bear" ( 6 minutes) • The students then retold this story
in pairs for about 10 minutes. The researcher
circulated from group to group, helping them understand
the content. The researcher then asked some
comprehension questions related to violence.
3. The researcher showed the other cartoon, "Little
Koala" (9 minutes). The students then retold this story
in pairs for about 10 minutes. The researcher
circulated from group to group, helping them understand
the content. The researcher then asked some
comprehension questions and explained a few vocabulary
items.
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4. The researcher told the pairs to discuss the
differences and similarities between the two cartoons.
The students talked for about 10 minutes. The
researcher circulated from group to group, helping them
interact. After that, she asked the class what the
similarities and differences they discussed were. She
wrote down the words, "Barney Bear" and "Little Koala,"
on the board to arrange the comparisons of the cartoons.
5. As a conclusion, the researcher asked some questions
to elicit the main theme of this activity--whether
violent cartoons are good for children or not.
Eleven people out of 19 (57.9%) completed the evaluation
sheet.

The following numbers are the percentages of the

results.
Questions/

5

4

3

2

1 (Scales)

The researcher's effort
in this class ••••••• 36

55

9

0

0

The researcher's
instruction was
understandable •••••• 64

18

18

0

0

The researcher's
preparation ••••••••• 55

45

0

0

0

The material used
in class •••••••••••• 36

36

28

0

0

The researcher tried to elicit the main theme--whether
violent cartoons are good or bad for children--by having the
students watch and compare the two cartoons.

But a major

problem arose because the two cartoons used were not
completely comparable with each other.

The story of "Barney
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Bear" was a simple and voiceless cartoon, and there were only
two characters in it; the cartoon of "Little Koala" featured
about 10 animal characters who talked a lot, and the story
was a little bit complicated.

When the researcher circulated

from group to group while the students were retelling the
story, she found that some of them were confused.
As the ESL teacher pointed out, the researcher should
have provided some more key words and a brief preview about
the story of "Little Koala" before watching it, so that the
students could have understood it more easily.

Moreover, if

she had told the students what they would be asked to do
after the cartoons before watching them, they could have
watched purposefully.
Another way to improve this lesson might be to guide
with specific questions.

In fact, the researcher's non-

specific questions made some students confused.

For example,

the researcher often asked the students, "What are the
differences and the similarities between two cartoons?"
question was too general for them to answer.

This

Instead, she

should have asked a more specific question, such as "I want
you to compare the violence in each cartoon," or "How did
Barney Bear treat the little duck?" or "What do you think
children learn from 'Barney Bear' and 'Little Koala'?"

In

that case, they could have grasped the main theme more
easily.
One more lesson feature that the researcher should have
taken into account was students' chair positions while they

46
were discussing.

Since the researcher did not pay attention

to their chair positions, they talked, sitting side by side,
not facing each other.
actively.

As a result, they did not discuss

They needed to physically experience a change of

focus--from watching the television to talking with each
other.
As for the final, comprehensive evaluation done by the
students at the end of the last lesson, seven people out of
19 (36.8%) completed the evaluation sheet.

The results were

as follows: (The numbers indicate the number of people who
answered. Some of them are duplicate.)
(Activity)
Most helpful
Not helpful

A

B

C

D

E

2

1

1

0

2

1

0

0

3

2

According to the results, the activity A topic,
"male/female roles in America and Japan," and the activity

E

topic, "violent and nonviolent cartoons," were seen as both
"helpful" and "not helpful."

On the other hand, activity B,

"career decision-making," and activity

c, "job stress," were

considered to be helpful; however, activity D, "story
creation," was not considered to be helpful.
Regarding the topic of activity A, two students
commented that they learned about the differences of the
family roles between in America and Japanese; moreover, one
student commented that he/she wanted to compare many other
things between in Japan and in America.

According to the
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comments of the students who answered that both the "career
decision-making" activity and the "job stress" activity were
helpful, they were concerned about those topics because they
were going to find a job after graduation in a few years.

Summary
In general, all five activities were successful.

The

features of these activities which seemed to more fully
support the development of the students' communicative skills
are the following.
1. Appropriate visual aids as prompts
The visual aids, such as photographs (of the blue-, and
white-collar workers), and pictures (of the several kinds of
sports), were very useful because these prompts helped the
students to generate much spoken language.

For example, the

students actively discussed possible causes and symptoms of
stress, using the photographs of the four kinds of jobs.
Also, in another activity, they created stories.by using
pictures.
2. Role playing
Role-play was also a good strategy.

The students in the

"career decision-making" activity took turns playing the
roles of parent and son/daughter.

In this task, "parents"

persuaded their "children" not to follow a specific career
while "children" persuaded their "parents" that their career
choice was good. This role-play activity was very successful
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since the topic itself was familiar to the students and it
was an issue of great concern for the students.
3. Giving specific questions
Specific questions are more helpful than general ones in
eliciting students' ideas and opinions.

When watching

violent and nonviolent cartoons, the students seemed to be
confused by the general question--what were the differences
and the similarities between the two cartoons?

If the

students had been asked to specifically "compare the violence
in each cartoon," they would have been able to respond more
easily.
4. Modeling
Modeling is another good teaching strategy because it
allows students to observe live English. (Modeling is
especially effective for Japanese students who rarely
encounter live English because so few American people live in
Japan, except for in large cities.)

The researcher modeled

story-telling, using a picture of surfing in the "story
creation" activity.

Also, in the "job stress" activity, the

ESL teacher and the researcher demonstrated a conversation in
which possible causes and symptoms of stress in a whitecollar worker were discussed, using this worker's photograph.
The students were able to become involved immediately, and
they performed well in both activities.
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5. Providing useful expressions for promotion of
discussion
In the "career decision-making" activity, the useful and
common expressions for persuasion were presented on the
blackboard, such as "That might be true, but ••• " or "I know
how you feel about (that) •.• , but don't you think ••. ?"

These

expressions were very helpful for the students since they
actually used such expressions during the activity, and
performed very well.

CHAPTER 5
Summary, conclusions, and Reconunendations

The purpose of this project was to develop and try out
five conununicative activities in order to promote oral
language practice in English for the Japanese students, who
were at the intermediate-level English proficiency.

The five

"try-out" activities were constructed based on principles of
Conununicative Language Teaching, and were implemented in the
ESL classroom settings during Winter Quarter, 1993, which
were a part of the."Functions Class" in the Asia University
America Program (AUAP) at Central Washington university
(CWU).

By giving a summary of English education in Japan in the
review of selected literature, the researcher hoped that
readers would obtain a better understanding of the background
of English education and the problems underlying today's
English education in Japan.
While implementing the five try-out conununicative
activities, the researcher also intended that the Japanese
students involved were willing to use English as a tool for
conununication in English classrooms, even though they were
not used to doing oral language practice because the GranunarTranslation Method is still the dominant method in Japanese
public school English classes.

The students were

demonstrably involved actively in oral language practice;
they also indicated that they enjoyed participating in the

so
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communicative activities, especially the "career decisionmaking," and the "job stress" activities.

These two were of

real and practical interest to the students.
The five activities were created by the researcher and
were pilot-tested in a class of Japanese students who came to
study English as a Second Language during Fall, 1992, and
Winter, 1993, in CWU.

Therefore, the researcher suggests

that the content or topics of the activities be changed to
suit the target students' interests and specific language
needs.

Generally speaking, as the researcher mentioned

earlier, Japanese students are not very accustomed to sharing
their opinions, discussing, and communicating with one
another in English, because the Grammar-translation Method
employed in Japanese English classes does not require
students' participation.

A discussion-type activity,

therefore, might be difficult for them at first to get
involved in, and they might not interact very well because of
shyness or fear of making mistakes.

Teachers of ESL should

keep in mind such Japanese students' characteristics and
cultural background when teaching, and should always be
mindful of their interests and needs.
Finally, the researcher recommends that these
communicative activities be expanded to include reading and
writing activities in order for students to develop all four
skills of language--listening, speaking, reading, and
writing.

It is also necessary to remember that cultural

aspects of America should be taught to Japanese students
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since there are many cultural differences between Japan and
the U.S.

Both knowledge of American culture and well-

balanced language skills facilitate learners' communicative
competence.

APPENDIX A
The Five Activities
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Activity A topic:

Male/female
Japan

ro,les

in

America

and

( 50 minutes)

Objectives:
1. Students will answer the questions related to the
differences and the similarities, after comparing the two
charts (see pp. 57-58) about home responsibilities between in
Japan and the U.S.
2. Each student will summarize one paragraph of the
reading passage (seep. 59) to the other three students in a
group, and answer the comprehension questions about the
reading passage.
3. Students will choose words correctly in a vocabulary
building exercise (seep. 60)
Materials:
· The charts of home responsibilities in both Japan and
the U.S.
· The reading passage (lifestyle of Bill and Jane) that
is divided into four paragraphs. Each student is assumed
one paragraph to read.
Procedures:
Warm-up ( 5 min. ) :
1. Teacher (the researcher) introduces a topic about
American and Japanese families.
Activities (40 min.):
1. Students individually or in pairs fill out a chart
with approximated percentages of home responsibilities
of Japanese families (seep. 57), and compare this chart
with that of American families, which was extracted from
a text book (Abraham and Mackey, 1989, p. 177) (seep.
58).
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2. After students compared the two charts, teacher
elicits the differences and the similarities related to
the roles of Japanese and American families by asking
the following questions. (Teacher writes these questions
on the blackboard while students are working on
comparing. )
In Most Japanese Families

1. Which chore do men and women share most often?
2. Which chores do men rarely have primary
responsibility for?
3. Which responsibility for children do women usually
take responsibility for?
4. Which responsibility for children do men and women
share,most often?
Female Executives and Their Families

1. What are the differences between Japan and
America?
2. What are the similarities between Japan and
America?
3. In the second activity, students are placed in groups
of four people each, and teacher explains the jigsawreading-type activity. The material are a fourparagraph reading passage about the life style of a
married American couple. The reading passage is already
divided into four paragraphs.
4. Each student of the four in a group is assigned one
of the four paragraphs to read individually. Students
then give a oral summary of his/her own paragraph to the
other three students, and talk about the following
comprehension questions given by teacher.
Questions:

1. What are the problems for Jane Brown?
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2. What are the problems for Bill?
3. What are Jane's responsibilities?
4. What are possible solutions for these problems?
(What should Jane and Bill do?)
Conclusion (5 min.):
Teacher asks some students to summarize briefly the
roles in American and Japanese families.
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Jane Brown has been married for twelve years. She has three children and lives in a suburb outside Columbus. Ohio. When her youngest
child reached school age, Jane decided to go back to work. She felt that
she should contribute to the household finances; her salary could make
the difference beween a financial struggle and a secure financial situation
for her family. Jane also felt bored and frustrated in her role as a homemaker and wanted to be more involved in life outside her home.

contribute: help,· aid, give
struggle: difficu~ty
secure: stable, safe

Jane was worried about her children's adjustment to this new situation, but she arranged for them to go stay with a woman nearby after
school each afternoon. They seem to be happy with the arrangement. The
problems seem to be between Jane and her husband, Bill.

adjustment: adaptation, changing process
arrangement: situation

When Jane was at home ail day, she was able to clean the house
go grocery shopping, wash the clothes, take care of the children, and
two or ~ ~eals each day. She was very busy, of course, but she succeeded m getting everything done. Now these same things need to be
done, but Jane has only evenings and ead.Y mornings to do them.

cook

grocery: food store

Both Jane and Bill are tired when they arrive home at 6:00 P.M. Bill
is accustomed to sitting down and reading the paper or watching TV
until dinner is ready. This is exactly what Jane feels like doing, but someone has to fix dinner and Bill expects it to be Jane. Jane is becoming
very angry at Bill's attitude. She feels that they should share the household jobs; Bill feels that everything should be the same as it was before
Jane went back to work.

accustomed: habitual, regular
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Vocabulary

Name

Select the best word for each sentence from the list.
1. He often missed our meetings. He has no sense of _____
2. George made a n - - - - - - - in an oil company.
3. Mary doesn't like to do household

-----

4. Her 4-year-old son always speaks with his mouth full.
He needs the

------

5. AUAP teachers went on an

------

to Kyoto last

summer.
investment,
excursion,

chores, responsibility,
discipline
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Activity B topic:

Career

decision-making

( 40 minutes)
Objectives:
1. (Students will be divided into groups of three
people.) In each group, a student will give some reasons and
informally persuade two other peers who play roles of his/her
parents and are supposed to be against a career which their
son/daughter wants to have in the future.
Materials:
· Two informal persuasive speech forms (see pp. 63-64)
Procedures:
Warm-up (5 min.):
1. Teacher writes down the words, "To persuade," on the
blackboard and introduces the concept of "persuasion,"
by giving a familiar example of a persuasive situation
to let students figure out the meaning.
2. Teacher asks the class its meaning. Teacher will
write the following meaning after some students
responded.
To persuade (or convince): to make someone believe
something.
Activities (30 min.):
1. Teacher explains the role-play career decision-making
activity; students formed groups of three--two play the
roles of parents and one plays the role of son/daughter;
the student playing the son/daughter role tries to
persuade his/her parents who are against a career which
he/she wants to have in the future.
2. Teacher presents the following useful expressions for
persuasion on the blackboard.
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Persuading someone nicely (useful expressions):
That might be true, but •••
I know how you feel about (that) .•• , but don't you
think ••. ?
I see what you mean, but •.•
Have you ever thought about (that) ••• ?
Giving reasons:
(Well,) because •.•
so that •••
Let me explain. You see •..
3. Before interaction, students decide a career or pick
up from the following career which they already learned
before in the ESL teacher's class.
Lists of careers
artist
lawyer
police
astronaut
dentist
actor
editor
pilot
writer
teacher

carpenter
reporter
engineer
farmer

4. The "parent-role" students write down on a hand-out
some disadvantages of the career which a "son/daughterrole" student wants to have in the future, and the
"son/daughter-role" student writes reasons why he/she
wants to have a certain career. Then they play the
roles. Students switch roles about every 7-8 minutes.
During their discussion, teacher walks around the
groups, helping with needs such as vocabulary,
expression, and pronunciation.
Conclusion (5 min.):
Teacher asks some groups to tell how effective their
persuasive speeches were.
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AUAP

Functions
Work and Professions
Informal

Persuasive

Speech

Speaker's name:
Your name:
A career which the speaker wants to have:
You, as a parent, are not very happy about your son's or
daughter's career decision. Think about disadvantages of the
career that you are concerned about. Below just take notes of
as many disadvantages as you think of and tell your child.
Disadvantages of the career (What are the risks or
problems of this career?):
1.

2.
3.

4.

Peer

Evaluation

What did you think about the speaker's persuasive speech?
What was the best reason that the speaker gave?
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.Informal

Persuasive

Speech

Speaker's name:
A career which you want to have:
Be sure to give as many reasons as possible in order to
convince the other people to agree with you.
Why do you want to have this career?
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Activity C topic:

Job stress

(25 minutes)

Objectives:
1. Students will identify and discuss possible causes
and symptoms of stress in a particular job in a small group,
and learn the key words, "symptoms" and "coping."
Materials:
· Four kinds of pictures which depict two white-collar
jobs and two blue-collar jobs (see pp. 67-70). (Teacher
prepares five times four kinds of pictures.)
Procedures:
warm-up (3 min.):
Teacher asks a question about when students each felt
they were "stressed out."
Activities (20 min.):
1. Teacher (the researcher) and the ESL teacher model to
show how students do this activity, conversing with each
other, looking at a hand-out which had a picture of a
stressed male white-collar worker. After modeling,
teacher asks the class what the causes and the
"symptoms" were, and how this white-collar worker could
"cope" with the stress. If students still do not seem
to know the words, teacher helps students to grasp the
meanings.
2. Students discuss possible causes and symptoms of
stress in each particular job in pairs or three people
for about 7-8 minutes. Teacher circulates from group to
group to help their performance, and/or to ask
questions.
3. Students meet with new partners, and form groups of
four; each has a different job picture. For the next 10
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minutes, students took turn telling about the causes and
symptoms discussed earlier.
Conclusion (2 min.):
Teacher asks one or two groups to tell their results of
each job, and compare them with those of the same jobs
in a different group.
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Causes of stress

Symptoms
(mentally and physically

Coping with stress
(What would you suggest him to overcome the stress?)

The entire B~hour shift every day, day in and day out, is spent putting wheel
rims on a conveyor belt, week in and week out, month after month, and often
year after year.

~ob stres.s

b8

Computer
operators

Causes of stress

Symptoms(mentally
and physically)

Coping with stress
(What would you suggest her to overcome the stress?)

:fob Stre.s..s

Causes of stress

Symptoms (mentally
and physically)

Coping with stress
(What would you suggest him to overcome the stress?)

7C

@

Builders

Causes of stress
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Coping with stress
(What would you suggest them to overcome the stress?)
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Activity D topic:

Story

creation

(45 minutes)

Objectives:
1. Students will create a story, using one of the five
photographs of people doing various sports or recreation
(sailing, hang-gliding, sculling, skiing and hiking).
2. Students will use appropriate chronological
expressions, such as "at first, next, then, after that •• ,"
and use a variety of words to express feelings and creative
ideas.
Materials:
· Six photographs of people doing various sports or
recreation--sailing, hang-gliding, sculling, skiing,
hiking and surfing. (See pp. 73-78)
Procedures:
Warm-up (2 min.):
1. Teacher briefly introduces the story creation
activity.
Activities (40 min.):
1. Teacher models; that is, she shows a picture and then
orally tells an imaginary story she created for it,
using chronological expressions such as "at first, next,
then, after that ••• " (Teacher uses a picture of
surfing.)
2. Students in pairs select one photograph out of five
which interested them, and create a story for about 20
minutes. (The surfing picture is not included.)
3. Each of the pairs goes into a larger group and each
person retells his/her story. (There were two big
groups.) Students comment or ask questions to other
peer's stories. Teacher and the ESL teacher take part
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in each group and encourage them to interact with one
another.
Conclusion (3 min.):
Teacher gives some comments and feedback to students'
stories.
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Activity E topic:

Violent

and

nonviolent

cartoons

(50 minutes)
Objectives:
1. Students will describe the context of the two
cartoons, "Barney Bear" and "Little Koala" which the
researcher taped from the TV, after watching.
2. Students will express their opinions about whether
violent cartoons are good for children or not.
Materials:
· Cartoon video tape of "Barney Bear" and "Little
Koala."
·ATV set and a VCR.
Procedures:
Warm-up (5 min.):
1. Teacher asks the class what cartoons they watched as
children, and comments briefly about cartoons they gave
--funny, violent, science fiction, etc.
Activities (40 min.):
1. Teacher shows the first cartoon, "Barney Bear" (6
minutes). Students then retell this story in pairs for
about 10 minutes. Teacher circulates from group to
group, helping them understand the content. Teacher
then asks some comprehension questions related to
violence, such as "What did the bear use to get the
little duck?" (Teacher writes words that students say maybe gun, dynamite, etc.)
2. Teacher shows the other cartoon, "Little Koala" (9
minutes). Students then retell this story in pairs for
about 10 minutes. Teacher circulates from group to
group, helping them understand the content. Teacher
then asks some comprehension questions and explains a
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few vocabulary items, such as dinosaur, fossil,
fossilized eggs.
3. Teacher tells the pairs to discuss the differences
and similarities between the two cartoons. Students
talk for about 10 minutes. Teacher circulates from
group to group, helping them interact. After that, she
asks the class what the similarities and differences
they discussed were. She writes down the words on the
board, "Barney Bear" and "Little Koala," to arrange the
comparisons of the cartoons.
Conclusion (5 min.):
Teacher asks some questions to elicit the main theme of
this activity--whether violent cartoons are good for
children or not.

APPENDIX B
Instruction Evaluation Fonns
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AUAP
Instructor:Satorni Shimabukuro

Functions

Class

Evaluation

5-Excellent, 4-Very Useful, 3-Fair
2-Not Useful, 1-Poor

1. My effort in.this class was •..

5

4

3

2

1

5

4

3

2

1

3. I thought the teacher prepared •..

5

4

3

2

1

4. The materials used in class were ••.

5

4

3

2

1

2. I could understand the teacher's
instructions and explanations •.•

Comments on 1-4:

Was this activity useful in this class?

Why? Or why not?
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AUAP
Instructor:Satomi Shimabukuro
Functions

Class

Evaluation

I made up the activities, focusing on enhancing your speaking
and listening proficiencies. I would like to get your
feedback of my class.
The following activities which we did in my class were:
I. Family Unit;
1. Comparison and contrast female/male roles between in
Japan and in the U.S.
II. Job and Professions Unit;
2. Informal persuasive speech (the persuasion of your
career decision)
3. Job stress (cause and effect)
III. Recreation Unit;
4. Creating a story
5. Watching a video (cartoons) and expressing opinions
Which activities have been most helpful to you in my class?
Why?

Which activities were not helpful to you?

What suggestions do you have for my class?

Why?
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